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Historically, cognition and emotion were 
viewed as oppositional processes (Lloyd, 
1979), an idea infused into the Western 
worldview by the stoics of Ancient Greece 
(Lyons, 1999). As recently as the middle 
of the 20th century, scholars warned that 
emotions were mentally destabilizing forces 
(Young, 1943) that prevented logical reason-
ing (Lefford, 1946). Formalizing the ways 
in which emotion and thought could work 
in concert was no small feat—it required 
overcoming centuries of collective wariness 
toward “the passions.”
Beginning in the late 1970s, a conceptu-
alization of emotion and cognition as inter-
active forces began to take shape. Increas-
ing frustration with the inability of IQ to 
explain differences among individuals led 
to the development of “elasticized” theories 
of intelligence, including Gardner’s multiple 
intelligence theory (1983/1993) and Stern-
berg’s triarchic theory of intelligence (1985). 
At the same time, investigators began to 
examine the impact of moods and emotions 
on thought processes. Isen, Shalker, Clark, 
and Karp (1978), for instance, proposed 
the existence of a “cognitive loop” between 
mood and judgment. Bower (1981) demon-
strated that positive and negative feelings 
could activate positive and negative memo-
ries. It was in this context that the concept of 
emotional intelligence (EI) emerged.
EI was first introduced to the scientific 
literature in 1990 by psychologists Salovey 
and Mayer. They defined EI as “the abil-
ity to monitor one’s own and others’ feel-
ings and emotions, to discriminate among 
them and to use this information to guide 
one’s thinking and actions” (p. 189). They 
proposed that emotions facilitate cognitive 
processes and demonstrated empirically 
how aspects of EI might be measured as a 
mental ability.
In the wake of Salovey and Mayer’s initial 
conceptualization of EI, myriad interpreta-
tions of the construct were proposed in both 
academic and popular literatures. The year 
1995 saw the popularization of EI with the 
international success of Goleman’s book, 
Emotional Intelligence: Why It Can Matter 
More Than IQ. His book quickly captured 
the interest of the media and the general pub-
lic and resonated powerfully in education 
and management circles (Mayer, Salovey, 
& Caruso, 2000). Goleman’s (1995, 1998) 
discourse, often criticized for embracing 
claims not rooted in research (e.g., Linde-
baum, 2009), extended EI well beyond its 
initial definition. Goleman described EI as 
an array of traits and dispositions such as 
self- confidence, optimism, adaptability, and 
achievement motivation that could account 
for significant aspects of work performance 
and success in life.
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Today the field of EI is replete with vary-
ing definitions, claims, and measurement 
tools. Many scholars lament that conflict-
ing interpretations have engendered confu-
sion and controversy with regard to what 
exactly EI is and is not, and what it can and 
cannot predict (e.g., Daus & Ashkanasy, 
2003; Mayer, Salovey, & Caruso, 2008; 
Zeidner, Roberts, & Matthews, 2004). In 
this chapter we briefly outline the defini-
tional and measurement issues that have 
arisen around different conceptions of EI, 
and then explore the applications of EI, in 
theory and in  practice, in workplace and 
educational settings.
models and measurement of Ei
Four primary models of EI exist today 
(Cherniss, 2010): the Mayer– Salovey abil-
ity or four- branch model (Mayer & Salovey, 
1997; Salovey & Mayer, 1990), the Bar-On 
model of emotional– social intelligence (Bar-
On, 2006), the Boyatzis– Goleman model 
(Boyatzis & Sala, 2004), and the trait EI 
model (Petrides & Furnham, 2003). These 
models are categorized into two scientific 
approaches: ability models and mixed mod-
els (Mayer, Caruso, & Salovey, 2000). Pro-
ponents of ability models have traditionally 
supported the use of performance measures 
to assess EI, whereas advocates of mixed 
models have preferred self- report or multi-
rater assessment methods. The models and 
their associated approaches to measurement 
are described briefly below. (For a more 
thorough discussion of EI models and mea-
sures, including psychometrics, please see 
Mayer, Roberts, & Barsade, 2008.)
the Four‑Branch ability Model 
and Performance assessments
Mayer and Salovey’s model of EI conceives 
of the construct as a set of four mental abili-
ties, also referred to as branches: (1) percep-
tion of emotion, (2) use of emotion to facili-
tate thought, (3) understanding of emotion, 
and (4) management of emotion. These four 
abilities are arranged hierarchically, with 
perception of emotion at the base of the 
model and management of emotion at the 
top. Here, we give an overview of the four 
abilities.
Perception of Emotion
This branch of EI refers to the accuracy with 
which individuals can identify emotions in 
themselves and others through facial expres-
sions, tone of voice, and body language, as 
well as in abstract objects, such as works 
of art. Those skilled in the perception of 
emotion are able to express emotion appro-
priately and to articulate emotional needs 
adaptively. They also are able to determine 
the authenticity of the emotions expressed 
by others. Perception of emotion is the foun-
dational skill of the four- branch model of 
EI.
Use of Emotion to Facilitate Thinking
The ability to use emotion to enhance cog-
nitive activities and to guide attention to 
salient environmental cues falls under the 
second branch. People who are skilled in 
using emotions to facilitate thought under-
stand that certain emotions are relevant 
to specific tasks or goals. Thus, they may 
generate moods to support certain types of 
thinking or to communicate more effectively 
with others.
Understanding of Emotion
The third branch of EI involves correctly 
labeling emotions experienced by oneself 
and others, and understanding how emo-
tions differ from one another. Understand-
ing emotion also involves an awareness of 
the causes and trajectories of different emo-
tions (e.g., sadness results from a loss; unat-
tended irritation may escalate into anger 
and then fury). People who are skilled in 
understanding emotion also are aware of 
how multiple emotions can “blend” to pro-
duce another; for instance, anger and dis-
gust combine to form contempt. Research 
has shown that being able to label discrete 
negative emotions correctly can lead to the 
selection of effective emotion management 
strategies (Feldman Barrett, Gross, Chris-
tensen, & Benvenuto, 2001).
Management of Emotion
The fourth branch of EI describes more 
complex emotional processes. Individuals 
skilled in emotion management are able to 
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remain open to both pleasant and unpleas-
ant emotions. They also are able to recog-
nize the value of feeling certain emotions in 
specific situations, and to understand which 
short- and long-term strategies work best 
for enhancing or reducing particular emo-
tions (see Gross, 1998). Emotion regulation 
efforts benefit from developed skills on the 
other three branches of EI.
The authors of the ability model have illus-
trated that EI meets the criteria for a standard 
intelligence in that it can be operationalized 
as a set of abilities that (1) are intercorre-
lated, (2) relate to other extant intelligences, 
and (3) develop with age and experience 
(Mayer, Caruso, & Salovey, 1999; Mayer, 
Salovey, Caruso, & Sitarenios, 2003). As 
such, the authors assert that EI is a construct 
best measured by performance assessments 
requiring respondents to solve emotion- 
related problems that have correct answers, 
such as the Mayer– Salovey– Caruso Emo-
tional Intelligence Test (MSCEIT; Mayer, 
Salovey, & Caruso, 2002). The MSCEIT is 
a 141-item test comprised of a total of eight 
tasks. Each of the four emotion abilities is 
measured with two tasks. Unlike self- report 
measures of EI, the MSCEIT does not ask 
respondents to rate their emotion skills; 
rather, the test asks them to demonstrate 
these skills. For example, emotion man-
agement is assessed by the test taker’s abil-
ity to identify the effectiveness of various 
emotion management strategies to achieve 
a specified intrapersonal goal in a given 
situation (e.g., reducing an unpleasant emo-
tion). Respondents read a short, emotionally 
charged vignette and then evaluate the effec-
tiveness of four different courses of action 
to cope with emotions in the story. A com-
prehensive review of the MSCEIT and other 
performance assessment tools is available 
elsewhere (see Rivers, Brackett, Salovey, & 
Mayer, 2007).
Mixed and trait Models 
and Self‑report assessments
Mixed models of EI are so called because 
they define EI broadly as a combination 
of mental abilities and traditional person-
ality traits and dispositions such as opti-
mism, motivation, and stress tolerance (see 
Cherniss, 2010, for a review). The two 
mixed models that have garnered the most 
attention are the Boyatzis– Goleman model 
(Boyatzis & Sala, 2004) and the Bar-On 
model of emotional– social intelligence (Bar-
On, 2006). The Boyatzis– Goleman model 
divides EI competencies into four groups that 
the authors assert are particularly important 
for success in the workplace: self- awareness, 
self- management, social awareness, and 
relationship management. The Bar-On 
model proposes five main components of 
EI: intrapersonal skills, interpersonal skills, 
adaptability, stress management, and mood.
The trait EI model (Petrides & Furn-
ham, 2003) is another proposed alternative 
to the Mayer– Salovey ability model. This 
model offers a framework that encompasses 
all of the personality traits that share inti-
mate connections with affect (Mikolajczak, 
Luminet, Leroy, & Roy, 2007). For instance, 
individuals who are considered to be cheer-
ful, confident, reflective, and driven, among 
other things, would ostensibly score highly 
on trait EI. The developers of this model 
argue that emotions are subjective, and so 
models of EI should be broad enough to 
capture accurately the essence of this sub-
jectivity. Not surprisingly, highly significant 
correlations have been reported between 
trait EI and other personality traits, but only 
modest ones, often nonsignificant, between 
trait EI and ability measures of EI (Petrides, 
Furnham, & Mavroveli, 2007).
The measurement methods associated 
with mixed and trait models are mainly 
self- report assessments. Others are multi-
rater scales (e.g., the Emotional Competence 
Inventory [ECI]; Sala, 2002) that combine 
various external observers’ (e.g., work asso-
ciates, family members) assessments of an 
individual’s EI into one overall score. Self- 
report measures have some advantages. For 
instance, they are relatively quick, easy, and 
inexpensive to administer. However, they 
are problematic in that they are vulnerable 
to social desirability biases and faking (Day 
& Carroll, 2008) as well as to respondents’ 
inaccurate judgments of their own abilities 
(e.g., Paulhus, Lysy, & Yik, 1998). Self- 
report measures of EI also have been found 
to lack discriminant validity from existing 
personality measures (Brackett & Mayer, 
2003; Brackett, Rivers, Shiffman, Lerner, 
& Salovey, 2006). Mayer and colleagues 
(2008) note that some of the scales associ-
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ated with mixed models do have good reli-
ability, standardization, and factorial valid-
ity, but only as measures of other constructs, 
not as measures of EI as a mental ability.
Which Model?
The authors of the Mayer– Salovey model 
have noted that the EI construct is threat-
ened less by its critics than by those who 
apply the term haphazardly to a variety of 
other variables (Mayer, Salovey, & Caruso, 
2008). Although the personality and dispo-
sitional attributes targeted by the mixed and 
trait models certainly are important, they 
should not be confused with EI, a discrete 
and measurable mental ability. EI, when con-
ceptualized as an ability, elucidates the rela-
tionship between cognition and emotion in a 
meaningful way—one that accounts for vari-
ance in individual outcomes beyond what 
can be explained by cognitive intelligence or 
personality traits alone (e.g., O’Boyle, Hum-
phrey, Pollack, Hawver, & Story, 2010).
By assessing EI as a construct distinct 
from personality traits, as the ability 
model does, we can better understand its 
unique impact on important outcomes and 
more easily target the skills that improve 
these outcomes. Because the ability model, 
with its associated performance measures, 
assesses an information- processing capacity 
that is distinct from other measures of per-
sonality, we assert that it is preferable to the 
mixed and trait models of EI. Furthermore, 
self- estimates of performance measures are 
found to correlate only weakly (r = .19) with 
actual performance (Brackett et al., 2006). 
For these reasons, the rest of this chapter 
focuses on ability EI and the ways in which 
it applies in professional and academic set-
tings.
Ei in applied Settings
Since the popularization of EI in the mid-
1990s, interest in the real-world applica-
tions and implications of the construct has 
flourished. Researchers have examined— 
and found positive links between— EI and a 
number of important outcomes for individu-
als across the lifespan, including work per-
formance, mental and physical health, social 
relationships, and academic achievement. 
The next sections of the chapter describe 
in greater detail how ability EI functions 
in both organizational and educational set-
tings to improve adjustment, performance, 
and well-being.
eI in the Workplace: 
an affective revolution
Until recently, the organizational behavior 
literature has neglected to consider seri-
ously the role of emotion in the workplace 
(e.g., Ashforth & Humphrey, 1995; George, 
2000). Emotions traditionally have been 
perceived as too unpredictable and interfer-
ing to warrant reflection outside the per-
sonal sphere. It has been asserted, however, 
that an “affective revolution” is underway in 
organizational behavior research (Barsade, 
Brief, & Spataro, 2003). As such, it is pro-
posed that emotions permeate all levels of 
an organization and critically influence stra-
tegic decision making, creativity, prosocial 
behavior, successful negotiation, productiv-
ity, efficiency, and task quality and perfor-
mance (e.g., Ashton-James & Ashkanasy, 
2008; Mayer, Roberts, & Barsade, 2008).
This shift in understanding about the 
influence of emotions in the workplace 
arose from findings highlighting the role 
affect plays in cognitive functioning, and 
the effect that this connection may have 
on many work- related outcomes (Forgas 
& George, 2001). Affective events theory 
(Weiss & Cropanzano, 1996) and the affect 
infusion model (Forgas, 1995; also see For-
gas & Koch, Chapter 13, this volume) both 
shed light on the mechanisms by which 
affect influences cognition and performance 
in organizations. The affective events theory 
posits that events that occur at work trigger 
emotional responses in employees, which, in 
turn, impact employees’ performance, job 
satisfaction, and attitudes (Weiss & Cropan-
zano, 1996). An empathic boss, for instance, 
may recognize accomplishments and facili-
tate access to resources, leading to feelings 
of empowerment and competence among 
employees and, in turn, increased perfor-
mance and satisfaction. This event– response 
relationship is hypothesized to be moderated 
by individual employees’ overall affective 
tendencies and personality traits.
Based on empirical evidence (e.g., Forgas 
& Moylan, 1991), the affect infusion model 
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asserts that the influence of affect on infor-
mation processing becomes increasingly 
determinative as tasks or decisions grow 
in complexity. According to this theory, 
managers who engage in strategy develop-
ment that is risky, highly complex, and that 
demands an advanced level of informa-
tion analysis (Ashton-James & Ashkanasy, 
2008) will harness affective experiences 
to make decisions that require heuristic or 
substantive reasoning (Forgas, 1995). This 
model suggests that the ability to recog-
nize and regulate affective experiences has 
a direct impact on tough decisions made at 
work. Taken together, these theories and 
their associated research emphasize that 
emotional experiences at work cannot be 
ignored; in fact, they can be leveraged to 
produce better results within the organiza-
tion as a whole.
Numerous studies have been conducted 
on the relationship between EI and various 
workplace outcomes. Evidence related to 
three of these outcomes— job performance, 
occupational well-being, and leadership 
effectiveness— is presented here.
EI and Job Performance
A number of laboratory and field-based 
studies have examined the link between EI 
and job performance. In one study, EI was 
associated with important indicators of 
job performance, including company rank, 
percent merit increase, ratings of interper-
sonal facilitation, and affect and attitudes 
at work (Lopes, Grewal, Kadis, Gall, & 
Salovey, 2006). EI also has been found to 
correlate positively with performance in a 
variety of managerial simulations involv-
ing problem solving, determining employee 
layoffs, adjusting claims, and negotiating 
successfully (Day & Carroll, 2004; Feyer-
herm & Rice, 2002; Mueller & Curhan, 
2006). Côté and Miners (2006) proposed 
and tested a “compensatory model” of abil-
ity EI, cognitive intelligence, and perfor-
mance at work, wherein they hypothesized 
that, as cognitive intelligence decreased, the 
association between EI and job performance 
would become more positive. Their results 
supported this hypothesis: Employees with 
lower cognitive intelligence performed tasks 
correctly (as assessed by managers) when 
they had higher EI. Most of these studies 
controlled for personality and general intel-
ligence.
Emotion regulation ability appears to 
be another key to understanding how EI 
impacts job performance (O’Boyle et al., 
2010). Of course, successfully regulating 
emotion depends, in great measure, on one’s 
ability to accurately perceive and understand 
emotions in the self and others (see Joseph & 
Newman, 2010, for an explanation of “the 
cascading model of EI,” which aligns with 
the conceptualization of EI skills as hierar-
chical). Although we cannot consider emo-
tion regulation ability completely apart from 
other EI skills, it is arguably the skill that we 
most easily see affecting job performance.
Service- oriented jobs provide a particu-
larly good illustration of the impact of emo-
tion regulation ability on job performance. 
We tend to expect a specific emotional tim-
bre from individuals in service positions, and 
the expected tone can vary depending on the 
service or good that is sought. For example, 
we generally would not be pleased with a 
funeral director who was too animated and 
enthusiastic, but would appreciate one who 
was sympathetic and reserved. Expressing 
the emotion deemed necessary for a success-
ful service interaction is called emotional 
labor (Hochschild, 1979). It is not difficult 
to imagine that someone higher in EI would 
likely be better able both to understand the 
need for the particular affective display and 
to regulate the other, potentially conflict-
ing, emotions felt in order to evoke—or at 
least produce the facial and bodily indica-
tions of—the target emotion. Indeed, recent 
meta- analyses (Joseph & Newman, 2010; 
O’Boyle et al., 2010) have found that ability 
EI has incremental validity over personality 
and cognitive ability for predicting success 
in jobs with high emotional labor demands.
Another potential explanation for EI’s 
link to job performance has to do with the 
allocation of cognitive resources. Accord-
ing to neurological measures, individuals 
higher in EI exert less effort when solving 
emotional problems (Jausovec & Jausovec, 
2005). Specifically, brain scans of individu-
als high in EI showed more synchronization 
and less desynchronization while identifying 
emotions in pictures than did individuals 
with average EI. According to the authors, 
this finding indicates that individuals higher 
in EI use superior emotion problem- solving 
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strategies that require less cognitive energy. 
If less energy is expended solving problems 
related to emotion, more cognitive resources 
should be available to devote to the comple-
tion of tasks. However, this relationship is 
not simple. It has been argued that, in itself, 
the process of regulating emotions drains 
cognitive resources, making task perfor-
mance more difficult (Joseph & Newman, 
2010). For instance, suppression and rumi-
nation draw largely upon cognitive resources 
and impede the processing of incoming 
information. On the contrary, reappraisal 
and acceptance are helpful strategies that 
allow an individual to return attention 
more quickly to the task at hand (Gross, 
1998; see Suri, Sheppes, & Gross, Chapter 
11, and Watkins, Chapter 21, this volume, 
for further discussion of emotion regula-
tion and repetitive thought). More emotion-
ally intelligent individuals actually choose 
more effective emotion regulation strategies 
(Ciarrochi, Chan, & Caputi, 2000). Thus, 
it is reasonable to imagine that EI skills can 
improve job performance by contributing 
to the more strategic allocation of cognitive 
resources.
EI and Occupational Well‑Being
Evidence indicates that EI impacts how 
individuals perform at work, but does it 
influence how they feel at work? Interest in 
occupational well-being has increased as the 
impacts of job- related stress have become 
better understood. Stress at work has been 
found to trigger many negative outcomes, 
including aggressive behaviors (Miguel-
Tobal & Gonzales Ordi, 2005). This is 
true especially for emotionally vulner-
able individuals who experience long-term, 
repeated exposure to workplace stressors 
(Fisher, 2000). EI, and particularly emo-
tion regulation ability, have been argued to 
bolster resilience and to protect individuals 
against engaging in risky behaviors (Ciarro-
chi, Chan, & Bajgar, 2001; Rivers et al., in 
press) when pressures, work- related or oth-
erwise, build. EI may not only mitigate the 
harmful effects of work- related stress, it also 
may facilitate the achievement of emotional 
well-being (Schutte, Malouff, Simunek, 
McKenley, & Hollander, 2002). According 
to EI theory, people with higher EI have a 
larger “inventory” of strategies for main-
taining desirable emotions and preventing or 
changing unwanted emotions in themselves 
and others (Gross & John, 2002; Mayer & 
Salovey, 1997). Indeed, MSCEIT scores cor-
relate negatively with depression, anxiety, 
burnout, and stress, and positively with self- 
esteem and job and life satisfaction (Brackett 
et al., 2006; Ciarrochi et al., 2000).
EI and Leadership Effectiveness
Employees can benefit not only from their 
own exercise of emotion regulation strate-
gies, but also from the practices of leaders 
with high EI who nurture emotional well-
being in the workplace (Humphrey, 2002). 
Many experts in the field of organizational 
behavior are gravitating toward a concep-
tion of leadership as a process of social inter-
actions whereby leaders motivate, influence, 
guide, and empower followers to achieve 
organizational goals (e.g., Bass & Riggio, 
2006). Transformational leadership (Bass, 
1985), a leading articulation of this man-
agement style, is characterized by creating 
a vision and then inspiring others to work 
toward it. This leadership style is understood 
in some measure of contrast to transactional 
leadership, in which leaders offer something 
followers want in exchange for the success-
ful completion of tasks (Kuhnert & Lewis, 
1987).
The use of transformational methods has 
been shown to predict business- unit perfor-
mance positively and significantly (Howell 
& Avolio, 1993). What is more, EI appears 
to facilitate transformational leadership. In 
a sample of 24 managers, EI (as measured 
by the MSCEIT) correlated positively with 
the idealized influence and individual con-
sideration dimensions of transformational 
leadership (Leban & Zulauf, 2004). A study 
of 177 managers from a U.S.-based global 
corporation found that the facial recogni-
tion scores in the Diagnostic Analysis of 
Nonverbal Accuracy Scale (Nowicki & 
Duke, 1994), which are similar to the per-
ception of emotion branch of the MSCEIT, 
correlated with transformational leadership 
as rated by 480 subordinates (Rubin, Munz, 
& Bommer, 2005).
Additional research— including a meta- 
analysis of 48 studies (Mills, 2009)—has 
supported a positive link between EI and 
effective leadership. Managers’ EI scores 
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have been found to correlate positively with 
supervisees’ ratings of overall managerial 
performance (Kerr, Garvin, Heaton, & 
Boyle, 2006) and with subordinates’, peers’, 
and direct supervisors’ assessments of man-
agers’ successful achievement of business 
goals and effective interpersonal behaviors 
(Rosete, 2007). Among 41 Australian exec-
utives, scores on the perception of emotion 
and use of emotion branches of the MSCEIT 
correlated with their ability to cultivate pro-
ductive relationships with others and to 
display greater personal drive and integrity 
(Rosete & Ciarrochi, 2005). The associa-
tions in the above three studies range from r 
= .26 to .52. With the exception of the study 
by Kerr and colleagues (2006), the correla-
tions reported remained statistically signifi-
cant after controlling for cognitive ability 
and personality. Additional research found 
that EI predicted leadership emergence in 
groups after controlling for cognitive abil-
ity, personality, and gender (Côté, Lopes, 
Salovey, & Miners, 2010).
Enhancing EI in the Workplace
It is clear that EI has utility for effecting pos-
itive outcomes at work, but how can orga-
nizations enhance the EI of their members? 
Like “traditional” intelligence, EI is not nec-
essarily malleable enough that reading one 
or two books or attending a workshop on 
the topic can promise to change an individu-
al’s competencies dramatically. However, in 
that EI is a set of four abilities that include 
targetable skills (e.g., the ability to perceive 
emotion can be enhanced by building an 
emotions vocabulary to increase expressive 
capacities), it is probable that an individual’s 
emotion knowledge base can be expanded 
and that useful approaches to dealing with 
emotions at work can be taught and success-
fully learned.
The EI Skills Group— headed by one of 
the three authors of the MSCEIT (Caruso)—
has led efforts to bring training on the abil-
ity model of EI to organizations across the 
globe. These trainings target everyone from 
entry-level employees to top decision makers 
and consist of assessing EI with the MSCEIT, 
illustrating how EI skills function in the 
workplace, and teaching specific methods 
for developing and then applying EI skills. 
At this time, there is little empirical evidence 
of the effectiveness of workplace EI interven-
tions based on the ability model. As such, 
this is an area that would benefit greatly 
from future research. In the meantime, evi-
dence that emotional skills can be learned 
has been accumulating in educational set-
tings (Durlak, Weissberg, Dymnicki, Taylor, 
& Schellinger, 2011), to which we now turn 
our attention.
emotions and eI in educational Settings
Similar to traditional views of emotions in 
the workplace, historically, emotions were 
thought to have no place in the classroom 
(Sutton & Wheatley, 2003). Still today, 
many educators see the expression of emo-
tion as juvenile, unprofessional, or uncivi-
lized, and the suppression of emotion as 
mature, professional, and sophisticated 
(Ashforth & Humphrey, 1995). Yet, neuro-
scientific evidence demonstrates that affec-
tive and cognitive processes are integrated 
(Dolan, 2002). Emotions focus attention 
(Compton, 2003); drive decision making 
(Damasio, 1994); and impact perception, 
motivation, critical thinking, and behavior 
(Lazarus, 1991; Mayer & Salovey, 1997). 
These relationships between affect and cog-
nition have important implications for the 
significance of EI in the classroom.
Teaching is considered one of the most 
emotionally demanding professions (Harg-
reaves, 2000). Throughout the day, as they 
plan lessons, instruct, grade student work, 
and attend meetings with parents and staff, 
teachers experience a range of pleasant and 
unpleasant emotions (Sutton & Wheatley, 
2003). Teachers report feeling enthusiasm, 
pride, and satisfaction when witnessing 
student success or receiving support from 
parents, administrators, and other teach-
ers (Emmer, 1994). They report feeling 
angry or frustrated with misbehaving or 
failing students (Reyna & Weiner, 2001), 
uncooperative colleagues and administra-
tors (Bullough, Knowles, & Crow, 1991), 
irresponsible or uncaring parents (Lasky, 
2000), and themselves when they feel unable 
to achieve their goals (Liljestrom, Roulston, 
& deMarrais, 2007). They experience guilt 
when feeling ineffective in their teaching 
roles (Hargreaves & Tucker, 1991), anxi-
ety from the uncertainties and complexi-
ties of teaching (Sutton & Wheatley, 2003), 
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and disillusionment with the teaching field 
(Huberman, 1993).
If not managed well, the negative emo-
tions teachers experience can contaminate 
the classroom dynamic and hinder student 
learning (Travers, 2001). The abilities to 
perceive, use, understand, and regulate 
emotions are integral to effective teach-
ing (Hargreaves, 2001). In fact, emotion 
regulation ability among teachers has been 
associated with positive affect, principal 
support, job satisfaction, and feelings of 
personal accomplishment (Brackett, Palom-
era, Mojsa-Kaja, Reyes, & Salovey, 2010). 
Teachers with higher EI can create a more 
supportive, stable, and productive classroom 
environment— one that encourages learning 
and achievement among students.
In addition to teacher EI, student EI can 
impact the learning environment in various 
ways. Children with higher EI skills tend 
to experience higher academic achievement 
than children with lower EI skills (Eisenberg, 
Fabes, Guthrie, & Reiser, 2000; Gil- Olarte 
Marquez, Palomera Martin, & Brackett, 
2006). The ability to regulate emotions can 
help students focus in class, adapt to the 
school environment, and deal with academic 
anxiety (Lopes & Salovey, 2004; Mestre, 
Guil, Lopes, Salovey, & Gil- Olarte, 2006). 
Students with higher EI also tend to behave 
less aggressively and more prosocially at 
school, and they tend to be more secure 
and popular (Denham et al., 2003; Nellum- 
Williams, 1997; Rubin, 1999). Lower EI has 
been linked to poor physical and psycho-
logical health (Southam- Gerow & Kendall, 
2000), alcohol and tobacco use (Trinidad 
& Johnson, 2002), anxiety and depression 
(e.g., Rottenberg, Kasch, Gross, & Gotlib, 
2002), impulsive and aggressive behavior 
(Brackett, Mayer, & Warner, 2004; Win-
ters, Clift, & Dutton, 2004), and suicidal 
ideation and attempts (Cha & Nock, 2009). 
In contrast, students who can recognize 
emotions accurately interact more positively 
with others (Izard et al., 2001). Addition-
ally, children skilled in communicating their 
emotions tend to adhere well to societal rules 
and cultural norms for expressing how they 
feel (Saarni, 1999). When students have the 
ability to develop quality relationships with 
their teachers and peers, they feel more com-
fortable at school, receive more support, and 
form healthier attachments to school (Agos-
tin & Bain, 1997; O’Neil, Welsh, Parke, 
Wang, & Strand, 1997).
Though copious research lends support 
for the role of EI in educational settings, 
until recently, there has been no system-
atic approach to developing these crucial 
life skills in teachers or students. Providing 
training in EI to both educators and students 
is one way to assure that student learning 
and achievement are optimized (Salovey & 
Sluyter, 1997; Zins, Weissberg, Wang, & 
Walberg, 2004).
The RULER Approach: A School‑Based 
Intervention for Enhancing EI
Although the traditional emphasis in 
schools has been on academic instruc-
tion, the last few decades have seen grow-
ing efforts toward a more holistic approach 
that incorporates the social and emotional 
aspects of learning. In the early 1990s, the 
field of social and emotional learning was 
introduced as a framework for providing 
opportunities for young people to acquire 
the skills necessary for attaining and main-
taining personal well-being and positive 
relationships across the lifespan (see Elbert-
son, Brackett, & Weissberg, 2010). Work-
ing within this framework, a school- based 
program grounded in the ability model of EI 
was developed. This program, The RULER 
Approach (“RULER”), is based on decades 
of research evidencing that the knowledge 
and skills associated with recognizing, 
understanding, labeling, expressing, and 
regulating emotion (i.e., the RULER skills) 
are essential to teaching, learning, and posi-
tive development in both students and adults 
(Brackett et al., 2009; Rivers & Brackett, 
2011).
RULER focuses on the development of 
these EI skills in both the adult stakeholders 
in students’ education (i.e., teachers, parents, 
administrators, and other school staff) as 
well as the students themselves. First, adults 
are educated on the role of emotion skills in 
enhancing their relationships at school and 
the educational, social, and personal lives 
of their students. Adults develop their own 
EI and learn how to foster an emotionally 
supportive learning environment though the 
use of program tools, including collabora-
tive mission statements for learning environ-
ments and visual aids such as the “Mood 
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Meter” for enhancing self- awareness and 
emotion regulation (Brackett, Elbertson, 
Alster, Kremenitzer, & Caruso, 2011). 
Then, classroom teachers are trained on the 
Feeling Words Curriculum for students, a 
vocabulary- based program aimed at helping 
children from kindergarten through eighth 
grade acquire EI. This curriculum helps chil-
dren develop a sophisticated understanding 
of terms such as alienation, commitment, 
elation, and empathy (see Brackett et al., 
2011, for a review of the lesson plans). These 
feeling words are the vehicle by which chil-
dren learn to identify, evaluate, and under-
stand their own and others’ feelings and 
behavior, and to develop strategies for man-
aging the emotions they experience in their 
daily lives.
RULER improves both academic out-
comes and the social and emotional climate 
of classrooms. In a recent clustered, random-
ized control trial in 62 schools, classrooms 
that implemented RULER, as compared to 
standard- of-care classrooms, were rated as 
more emotionally supportive using an objec-
tive measurement tool, the Classroom Assess-
ment Scoring System (CLASS; Pianta, La 
Paro, & Hamre, 2008). Specifically, RULER 
classrooms were rated by trained, naïve cod-
ers as having (1) higher degrees of warmth 
and connectedness between teachers and 
students, (2) teachers who focused more on 
students’ interests, and (3) more autonomy 
and leadership among students. Classrooms 
using RULER also had more positive learn-
ing climates, including more respectful inter-
actions, more prosocial behavior, greater 
enthusiasm about learning, and fewer occur-
rences of bullying. Teachers in classrooms 
using RULER, as compared to control class-
rooms, also expressed anger and frustration 
less frequently and were more supportive of 
students (Reyes, Brackett, Rivers, White, 
& Salovey, 2012). In a separate study, stu-
dents in classrooms integrating RULER had 
higher year-end grades and higher teacher 
ratings of social and emotional competence 
(e.g., leadership, social skills, and study 
skills) compared to students in the com-
parison classrooms (Brackett, Rivers, Reyes, 
& Salovey, 2012). Moreover, teachers who 
implemented RULER with greater quality 
had students with higher scores on indices of 
social competencies and EI, as measured by 
the MSCEIT (Reyes, Brackett, Rivers, Elb-
ertson, & Salovey, 2012). Finally, a recent 
study showed that after just 1 year, stu-
dents in RULER classrooms showed greater 
growth in MSCEIT scores than students in 
comparison classrooms (Reyes, Brackett, & 
Rivers, 2011). Together, these findings sug-
gest that RULER enhances students’ social 
and emotional skills as well as classrooms in 
ways that can promote positive student and 
teacher development.
Limitations and future directions 
in Ei Research
Much remains to be investigated about 
EI. Most important are necessary devel-
opments in the measurement of EI, high- 
quality theorizing on its development, and 
further research on the outcomes associ-
ated with the construct (Mayer, Salovey, & 
Caruso, 2008). In regard to measurement, 
the MSCEIT, which was the first omnibus, 
performance test of EI, has a number of 
limitations (see Rivers, Brackett, & Salovey, 
2008). For example, the factor structure of 
the test has not been replicated across stud-
ies (Palmer, Gignac, Manocha, & Stough, 
2005). The MSCEIT also does not allow for 
the assessment of several abilities, especially 
the higher- order skills specified in the Mayer 
and Salovey (1997) model, including the 
expression of emotion in the voice and body 
(e.g., posture) and the ability to monitor 
and reflect on one’s own emotions. Design-
ing measures of these and other, more fluid 
abilities will require innovative methods. 
Possibilities include lab-based experiments 
examining people’s real-time behavior after 
various mood inductions and interactions 
that mimic real-life encounters in virtual 
environments, among many others.
On the topic of enhancing EI theory and 
studies on its outcomes, greater attention 
should be paid to developmental trajectories, 
gender and cultural differences, and how EI 
operates and can be nurtured in workplace 
and educational settings. Some specific, 
unanswered research questions include: Do 
certain EI abilities, such as the language 
of emotion, influence the development of 
other EI abilities, such as the perception and 
management of emotion? Are growth tra-
jectories in EI, across each branch, the same 
for both males and females? Are interven-
374 SOCIAL COGNITION
tions universally applicable to both genders? 
These and many other important questions 
present exciting opportunities to expand EI 
research.
Conclusion
The recent decades have unearthed the 
dynamic and complex relationship between 
emotion and cognition, bringing to light the 
importance of EI in harnessing the power 
of emotion to optimize cognition. Although 
much about EI is yet to unfold, the research 
conducted thus far supports a model of EI 
that defines the construct as a mental abil-
ity that is separable from both personality 
and general intelligence and that is assessed 
best by performance measures that predict 
well-being and other significant outcomes 
in both workplace and educational set-
tings. Findings so far indicate that atten-
tion to emotion- related aspects of working 
and learning environments, and a focus on 
bolstering the EI skills of individuals within 
these contexts, can contribute to more pro-
ductive, supportive, and healthy professional 
and academic experiences.
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